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ABSTRACT

Community promoters are community members who are
selected and trained to perform specific tasks in a project or
program. Promoters have worked in education projects throughout Latin
American since the 1960s, and their use in programs has shown to
boost program success. Whether promoters work in externally directed
programs or in more autonomous settings, they are most effective if
they are selected from the community itself and share the
sociocultural surroundings of program participants. The selection of
would-be promoters should be dictated by their personal qualities and
the tasks they will perform. Selection criteria should reflect a mix
of community~ and organization—developed desires/needs. The
strategies selected to train promoters must relate the
knowledge/technical skills required of promoters and the cultural
values/guidelines that influence their attitudes/code of conduct. The
most commonly used training strategy is that of transference, which
means training promoters and having them in turn train grassroots
groups. Another training model is based on participatory methods.
Other key issues that must be resolved on a program—by—program basis
are payment/funding of promoters and the relationship between
promoters and professionals. (MN)
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Editorial History

This paper has its origins in a discussion document
prepared by Jimena Castillo and Jani Brouwer for a
technical workshop on community promoters held in
Caracas, Venezuela in 1990. The workshop was organised
by the Bernard van Leer Foundation in cooperation with
the Centre for Research on Childhood and the Family of
the Metropolitan University in Caracas. A larger
document was then prepared that included many of the
reflections and suggestions made during the workshop.
This was subsequently published, in Spanish, by the
Foundation as an Occasional Paper, entitled Promotores
Comunitarios: sus aportes y dificultades (Community
Promoters: their contributions and difficulties).

This paper has been prepared as an edited summary from
a translation of the original text. The translation was done
by Anabel Torres; editing was by Andrew Chetley. Itis

the first time that this material has been published in
English.
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Selecting and training
community promoters in
Latin America

Today’s prevailing conditions make it particularly difficult for
communitics and their inhabitants to participate in the task of
cducation. Nonctheless, it is admirable that, under the most difficult
circumstances, communitics, parcnts and promoters alike continue to
respond in onc way or another to the challenges education poses in
our country. Even in the most adverse conditions, volunteers are
rcadily available: while living their own frustrating reality, they
cxpress the hope of more and better cducation for their children. In
short, most of them belicve in the utopia of a better world, of a less
bitter and more gralifying futurc for thosc they judge to be ‘the
country’s future’.

Soledad Ordofics
Pcru, 1990

Many non-formal carly childhood development programmes directly train and
work with community promoters. Promoters arc community members who are
sclected and trained to carry out specific tasks in a project or programme.,
Depending on the country and the specific features of a particular programme,
promoters arc referred (o by a varicty of names: monitors, animators, popular
cducators, grassroots coordinators, para-professionals.

This paper examines the main criteria for selecting promoters and highlights
some Lraining strategics used by cducation programmes in Latin America. The
paper also reflects on the benefits of working with promoters and raises some of
the difficult issues that need o be addressed. These include whether to pay or
compensate promolers, the relationship between promoters and regular
professional or technical staff, and the dichotomy or tension that sometimes
cxists between the needs and views of the community and the views and
objectives of the agency or organisation that has engaged the promoter.

The place of promoters in Latin American education strategies

Promolters have worked in cducation projects throughout Latin America since the
1960s. In most countrics, the main reason for involving promolters was o of
cconomics. Programmes run with the assistance of promoters were usually less
expensive 1o implement and therefore had a broader scope.

Experience has shown, however, that the presence of promolters has also
generally meant better results. Because promoters are usually selected from the
community itself and share the social and cultural surroundings of the children
involved in the programmes, they are more likely to understand their needs !
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This allows a programme 10 be morc casily established in a community,
cnhances interaction, and facilitates continuity and sustainability.

Promoters also contribute to the democratisation of knowledge. Programmes
involving community promoters make extensive use of the type of knowledge
that people have gained from their own expericnee, knowledge which can
sometimes be overlooked or undervalued by professionals.

Influencing professionals

Programmes run in this fashion ¢nable local authoritics and community
members 1o increase their own capacity to deal with the problems dircctly
affecting them. This does not deny the value of outside expertisc. Instcad, such
programmecs can change the traditional relationship specialists have maintained
with communitics. This new form of interaction allows other interpretations (o
permeate the thinking of professionals. This in turn enriches their own grasp of
problems, and the relevance of their strategics.

Although professionals may have adequate technical skills, they often lack the
educational and social know-how needed to work at a grassroots level. It is not
casy for them to achicve a genuine cultural union with community members; 100
often their knowledge becomes a form of imposition and control. Their
ncutrality and scientific objectivity may conceal an attempt by professionals o
transform reality according to their theorics, rather than giving value to the
knowledge and culturc of community members.2

Scveral studies have shown that, in workinmm socicty’s poorest scetors,
institutions tend 1o transmit their own interpretations and classifications of
problems. People who arc mcant to benefit from programmes that are run in this
way have to accept and intemalise these interpretations.?

Roles of the promoter

Promolers arc an ¢ssential link between the institution operating a programme
and the community where the programme is bascd. This is the case no matier
what type of education programmc is in operation, or what methodology it uses.

The varicty of roles attributed to promoters stems from the different ways of
defining their specific functions. These vary depending on the social context and
the objectives and methodology of the programme.

Some programmes work from the understanding that change is a process chiclly
stimulated by external agents. The promoler is viewed as someone who

cooperales with external agents and is usually chosen from those sceming more

receplive to change. These tend to be young people and/or community members

not previously incorporated in the traditional social or cconomic structures. Such
promoters sce themselves as modernisation agents or exiension workers, and

essentially transmit an institution’s ideas and technical guidclines. e

Another approach, that of educacién popular (popular education), draws heavily
on Paulo Freire’s concept of a non-formal cducation activity, with a
methodological content linking educational action to the development of
grassroots identity and organisation within society.* Most popular cducation
projects involve promoters who have specific skills and knowledge and who
help groups to express themselves and coordinate their actions. In many cases,
they become community leaders. Such promoters are expecied o be committed
10 the interests of the community as a whole, not just 1o a project’s direct target
group. Institutions which hold this view regard promoters as mediators for their
workplans. They encourage them to participate i decisions about a project’s
contents and procedures s

\1




Relating grassroots groups and external institutions

There are three key aspects 1o the relationship between grassroots groups and
institutions. These are: the participatory nature of cducational action; the
transmission and transformation of knowledge: and the production of
independent action.

Participation may have an integrating nature if it secks to increase connaiunily
involvement in an existing social order, or a more liberating naturc if it tries o

6

ransform cxisting institutions and social structures.6 Some forms of
participation may treat all members of the community homogencously; other
approaches may take into account the differences that can exist as a result of

class or gender.

External knowledge can simply be transmitted to help transform traditional
thought patterns in the community. Another approach is (o ‘rescuc’ everyday or
popular knowledge within the community. This can then be used as the
vicwpoint from which o analysc situations. External knowledge then
complements popular knowledge.

The acquisition of ncw knowledge can stimulalte cither individual or social
action in the community. In some cases, this may be collective action geared

Carnola, P {1986) cted in- LaBelle.
TJ. Non-formal education in Latin
America and the Canbbean: stability,
reform or revolution?, Praeguer, UsA.

Who decides?
Bengoa, J. {1988) 'La educacion para

los movimientos sociales’ in: Van
Dam, A, et al, Educacion popular en
Aménca Labna: la leoria en la
prdctica, CESO, pp.7-42. The Hague,
The Netherlands

Two Colombian examples

The strategies implemented by projects in Colombia
illustrate the diverse approaches that involve
promoters.

The International Centre for Education and Human
Development {CINDE) assumes that development is
not a mere technological problem that can be
resolved simply by disseminating knowledge. For
CINDE, development of human potentiat is the crucial
point. This occurs through a process in which
people become organised and active in solving their
own problems with the aid of a catalyst.
Development, therefore, must come from the local
people and be based on their perceptions of their
needs. At every step of the way, communities
themselves participate in identifying and solving
their problems.

The educator’s role in such an approach is
considered non-directive and interactive. Educators
work with the people, stimulating but not dictating
their development. They can provide options and
information, but their main tasks are to stimulate
ideas, help people express therr own needs and

towards a transformation of the power structures affecting the living conditions
and the identity of socicty’s marginalised sectors.”

The work of promoters can be analysed or classified according to whether their
primary rclationship is with the community or with the external body that
opcrates development programmes. Another way of describing this is whether
the promoter is ‘managed’ or has a fair amount of autonomy.

thoughts, and build up their self-confidence so that
they can attempt to satisfy their own needs This
method encourages discussion and offers a strong
possibility for sustainable development.

The community development approach used in the
Atlantic Coast project operated by the University of
the North in Barranquilla involves a set of actions
that aims to improve the community’s social
relationships and to transform the material living
conditions of a given group or sector. This type of
promotion is held to have liberation as its ultimate
goal, that is, the continuous creation of a new way
of being human. It offers the opportunity to create
new and better human relations, while overtly it is
only material tiving conditions which are being
transformed. It coins the term community
promoter, mainly attributing to promoters the role of
catalysts in the process of community
development,

Sources: CINDE {1990) Algunos elementos que descnben of proyecto PROMESA,
Medellin, Colombia,

CINDE {1989) Craciendo Unidos, November

Chellay, A. (1990) The Power o Change the expenence of the Costa Atlantica
Projoct in Colombia (1977-1988). The Hague, The Netherlands, Bernard van
Leer Foundalion
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In a morc externally dirccted programme, promoters are trained to carry out
certain activities. They do not usually question the general guidelines of a
project or its goals; they just perform a specialised function and arc expected o
carry out the technical requircments of their job in an acceptable manner.

In a morc autonemous situation, a promoter can participate in decision making,
share in project evaluation, redefine contents and strateg.cs, and initialc new
¢xpericnces.

Complex interactions

Either approach involves a complex set of interactions. First, the promoter has to
deal with the tensions between the needs of the community and the objectives of
the organisation sponsoring work in that community, if these are different. Then
the promoter and thosc involved in selecting and training the promoter have to
decide whether more emphasis should be placed on technical knowledge or on
attitudes and values. Finally, there is a question of the ultimate outcome of the
training: whether the aim is to develop a specialist or a leader.

In practice, of course, the role of the promoter is rarcly only onc of these
positions, but ranges across the whole spectrum of possibilitics. At times, the
power or authority of promoters lics in what they know and in the relationship
they hold with the institutior managing the project. The role of the promoters is
centred on their ability to solve some of the demands and needs of a given
community. In such cases, promoters translate community needs into active
responses related to a project’s objectives, methodology and resources, for
example: vaccination campaigns, birth control programmes, support to familics
on ¢nvironmental hygicne.8 This means that the promoters’ work relates to
specific tasks and responsibilitics within the project. Promoters can influence
some changes or reformulations of the action undertaken, but do not have the
opportunity 1o substantiatly transform the alrcady defined programme.

In other cases, the promoter is defined chiefly as an example or role model for
the community. Here, a promoter’s technical or specialised knowledge is not as
important as his or her capacity to motivate the community and represent its
intcrests. Emphasis is placed on a series of values a promoter should have, such
as showing solidarity, having a critical capacity, being resourceful,
conscientious, democratic, being a good tcamworker. These qualitics allow
promoters to become respected and accepted by the community and to obtain
power or authority in a given project and with its external agents. This allows
promoters Lo negotiate or reformulate a project’s goals, contents and procedures
in relation to the community intercsts they represent. Promoters are expected 10
be independent and display initiative and resourcefulness. They are also
cxpected eventually 1o be able to replicate the experience beyond the space and
time limits of a given institution and project. Through this strategy, in the
medium or fong term, personnel will be trained at the popular level who
continue (o cater to local educational needs. These are people with recognised
leadership capacitics who can strengthen grassroots organisations.

The greatest chatlenge community iatervention projects face today is for
promoters 10 achieve an adequate balance between fulfilling a limited,
specialised role and assuniing a leadership role.

Selection and training of promoters

To have experience as mothers, 1o have qualitics, abilitics ... a wish
to work with familics.

You den't have 1o be a professional o work with families, the main
thing is to have a good temper, to be patient, o love them.
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PuE-CIDE {1986) La accion de las
orgamizaciones poblacionales, Santiago,
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These constitute requirements for
promoters in the PRONOE | project See-
Llanos, M (1984) Evaluacion Integral del
Proyecto Expenmental de Educacion
Inicial No Escolanzada de viTarte, p 31.
Lima, Peru

Llanos. M {1990} Evaluacion del Centro
Nacional de Capacitacion Docente de
Educacion Incial No Escolanizada, p 47
Lima. Peru

You must know how to rcad and write to avoid problems.
Some people have studied, but they don’t know much.

— opinions of promoters in Peru about the qualities to fook for when
sclecting promoters

Selecting promoters

Both the personal qualitics of would-be-promoters and the tasks they will carry
out should be considered during a sclection process. A desired profile for
promoters varics according to the work being planned.

Some programmes, when sclecting promoters, give special atiention to skills and
knowledge or previous experience in dealing with the problems or issues that are
likely 1o be encountered. Other programmes ecmphasise the individual qualities
the potential candidates display to become community Ieaders in the futurce: their
honesty and willingness to serve the community; their ability to be truly
representative and 1o be democratic in the excercise of their dutics; their capacity
to stand up to authoritics, if nccessary .9

Minimum preliminary requircments normally do cxist, such as living in th.
community, having cnough sparc time and a minimum level of schooling,
wanting 1o work with familics and so on.10 Usually, too, common principlecs
guide sclection procedures in different projects. There is broad agreement, for
cxample, that communitics should help choose promoters, although the degree
of participation and the importance attributed to it, might vary from project o
project.

Some institutions and staff managing a programme make their own criteria
explicit, while also taking into account the community's criteria. Negotiation
takes place in which a genuine effort is made to match the candidates’
legitimacy with the desired efficiency and other working requirements. Other
projects attach more importance to the community’s opinion. External agents do
not provide a sct of criteria because they regard producing such a list as
imposing their viewpoint.

Nevertheless, implicit criteria operate during the selection process, both at
community and institution Ievels. For example, when promoters are not paid, the
candidates usually come from the richer familics, are more likely to be very
young and have more schooling. When the work is with children, the
community almost invariably recommends women. They have always been
assigned this role and have more experience in child care. 11 If a project is geared
to the family unil, a stable, harmonious couple is sclected o be a model for the
community.

Training promaoters

Different training strategics relate to the two central aspects that deline the work
of the promoters: the knowledge and technical skills, and the set of cultural
values and guidelines that influence a promoter’s attitudes or code of conduct.
When knowledge acquisition is stressed, strategics focusing on ils transmission
will he developed. Training will be instructive and limited in terms of time
(training sessions, courses, work with educational materials). When values are
emphasised, training will be based upon reflection about daily life and
accumulated experiences and will be a lengthier provess.

Expericnce of popular education projects shows that external agents favour the
attitudinal aspects and imparting education principles. Many feel that although
promoters should have some specific knowledge or be competent in specilic
arcas, the most important thing is for them to internalise a methodology and
general principles. They want promoters to be independent individuals who are

5 i0
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Selecting promoters in Peru

PRONOEI, a2 non-formal early childhood development
programme in Peru, used a dynamic process to
select promoters. The community helped propose
and select the candidates and was involved in the
design of the selection process.

PRONOEI'S selection process had three phases which
linked community criteria with the institution’s.
These three phases were information sharing, the
actual selection, and an evaluation of the process.

The first phase was to disseminate information and
motivate community leaders and parents.
Participation was fostered by communal assemblies
and house-to-house calls. These provided details
about the programme and about the profile and
tasks of the potential promoter.

The second phase had its own three stages:
assessing the candidates, making a selection, and
conveying the result.

An open-ended interview was used to ask why
candidates wanted to become promoters and about
their experience with children. A questionnaire
helped to assess their knowledge of community
problems and their level of identification with the
community. in addition, candidates were given a
topic 'Me, PRONOEI and my community’ and asked
to make something in clay that reflected their views
on the subject. Because modelling with clay was a
resource local people were familiar with and could

handle quite skilfully, it allowed the candidates to
express and communicate their ideas, knowledge
and experience. This was no academic exercise: on
the contrary, it enabled people to express
themselves through their own cultural resources
and codes. The use of this strategy is of interest
because usually community participation is limited
to providing a chance for the community to speak
at forma!l meetings. Little attention is given to other
forme of expression, such as body language or
icons, although in some cultures and with certain
groups these techniques are much more
appropriate.

The final selection verified the test results and
compared the community’s demands with the
information and evaluation already supplied by the
teachers involved. These were teachers from pre-
school and primary education who were in charge
of training promoters and following up their
activities. After this, the promoter was chosen.

The final results were announced at community
meetings to parents, leaders and other community
members who took part in the process.

The third phase, evaluation, took into consideration
the level of the whole community’s participation. It
looked at the difficulties encountered and assessed
how effective the tools and resources were, so
their application could be improved during the next
selection process.

creative and show leadership capacity. Promoters, however, tend to emphasise
the technical aspects. They want to learn more so that they can teach betier.
They want to know about child behaviour, how to work with parents, and how to
producc cducaticnal material. 12

Transference and appropriation in the learning process

Any training process should take into account these different perspectives. What
an cducator or external agent wants to transmit does not necessarily coincide
with what a promoter wants to learn. The concepts of transference and
appropriation help to resolve these different, sometimes conflicting,

perspectives.

Transference refers to the transmission of knowledge, methods and value-loaded
guidclines which, in an cxternal agent’s opinion, enable promoters o carry out

On this subject, see Lianos, M, (1990) op
ct.; Martinic, S, La educacién popular
visla por sus parteipantes, CIDE, Santiago.
Chile

Vaccaro, L. (1890) ‘Translerencay
apropacion en intervenciones educativas
comunitanas un marco de referencia para
su andlisis’, Harvard Educational Review,
February 1990, Martinic. S and Walker, H
(1990) De los profesionales a los grupos
de base banslerencias de rocursos para
Ia accron social, cpe, Sanhago. Chile

This is a dynamic process, onc in which external agents and promoters alike are
involved in a negotiation of meanings and interpretations. The training aims to
heighten the critical capacity of promoters to interpret knowledge transmitted.

their jobs. Appropriation is the interaction of transmitted knowledge and values
with the promoter’s own practice. This requires an interpretative, critical
process, rather than mechanistic learning. Appropriation has more 10 do with an
individual’s ability to interpret, sclect and recreate the contents transmitted,
according 10 a personal way of thinking, and according to the immediate
surroundings and circumstances. 13

11
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More than merely being repeated, contents arc recrcated and adapted creatively
to the reality in which promoters work.

Transfcrence and appropriation also affect external agents themselves. They
learn during the expericnce of training promoters, and much of their arevious
knowledge and interpretations may be questioned. Thus, the capacity for
cxlernal agents to reflect and investigate is important. This can increase and
recreate their knowledge based on the actions undertaken and on interpreting
these actions in different ways. This reflection should Iead to a better grasp of
reality and of the problems that need to be tackled. This is not simply an
unquestioned acceptance of what ‘the people’ say, but is the stimulation of
critical, systematic reflection.

Training strategies

Learning pedagogical principles is a lengthy process that entails permanently
linking practical cxperience and reflection. For most programmes, training
promolcrs is not an isolated process that takes place in a classroom, but an
aticmpt to cstablish a steady link with the community, promoter practice and
reflection. Training should be a continuous, systematic process.

Throughout training, the interaction between promoters and those who train
them is crucial. Training should not lead to a promoter becoming a reproducer or
repeater of ideas; it should stimulate autonomy, and the growth of individual and
group lcadership skills. To do so, actual strategics and processes should be
cxamined and highlighted more than contents themsclves (for cxample,
acquiring the principles of the active-participation methodology) and will
depend on the role of the promotor. This encourages a type of training that is
based on the needs of the community and that makes usc of individual and
collective knowledge that already cxists in the community.

Three key skills that can help promoters carry out their dutics are learning 10:
Iead or influcnce group interaction and communication;

suggest and define the interest arcas o be worked on with the
community;

relate the grassroots group with the project and other institutions.

These involve concepts of diplomacy, management and networking. The
promolers Icarn to conduct group scssions, providing and encouraging
opportunity for involvement, while at the same time helping to focus discussion
and action. Part of their training involves Icarning how to establish limits and
prioritics. It also includes fcaming how to persuade other institutions and groups
1o become involved in meeting the objectives of the programme.

Training should try 1o focus on the problems people themselves define as
prioritics, and foster learning about community social relations and strengths.
Training should also spring from popular knowledge which can cffectively be
used as a strategy 10 stimulate new knowledge. Training should, above all, be
followed by understanding, application and communication of the processes
lecarncd.

The strategy most resorted W is one in which external agents rain promoters and
they in tum train grassroots groups. Project stafl delegate tasks 1o promoters and
cvaluate their interaction with the grassroots groups throughout the whole
experience, introducing new knowledge only according to the needs and
demands of the job.

7 '2
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Vaccaro. .. op cit The PRONOEI
programme in Peru also uses this
approach

Ordofiez, S and Frenkeel, C (1983)
Seleccion y capaaitacion del personal no
profesional voluntano en el proyscto Me
Pe Val Lima. Peru

A continuing process in Colombia

An cxamplc of a stratcgy for training promoters is thc PROMESA projcct of CINDE
in Colombia. It secs promotcer training as a process of continuing cducation that
devciops the capacity to producc cducational tools and materials, according o
the context of the programme. Al the same time, promoters arc cncouraged 1o
develop their scif-management and sclf-cvaluation capacitics, leaming to learn
and to teach others through carcful guidelincs.

In this carly childhood dcvelopment programme, promoters arc trained 1o mect
four gencral aims:

to plan, cxccute and cvaluate programmes that involve the family
unit and the community to create a better environment for healthy
child development;

to create and consolidate community groups that commit themsclves
to actions rclated Lo improving the community’s cnvironment, health
and cducation;

to reinforce action commitices and other groups that the community
has alrcady sct up in different arces of child development;

10 make betier use of rescurces and cfforts by encouraging other
institutions to provide child and family carc.

Using participatory methods

Another model with a different approach!4 argucs that the preparation of
promoters should be based on the principles guiding participatory methodology.
In this case, promoters begin by examining personal experiences together, in
order to learn more about community life. This pooling of knowledge and the
cstablishment of democratic refationships reinforee a climate of personal and
group frecdom in which intellectual expertise, simple handicraft projects.
different forms of games and artistic cxpressions arc integrated in one active
leaming process.

These promolers arc trained o question critically the transformation or some
aspects of reality (associating these with the knowledge they acquire), re-
interpreting educational actions in the national context (such as the political
situation and major socio-cconomic problems).

As the PRONOEL project in Peru demonstrated, !5 the simultancous and continuous
combination of action and reflection gives way to the detection of new needs
and to the formulation of new proposais, gencrating new learning processes at
cvery stage of training. This includes basic training, on-site training, weekly
promoler meetings, workshops with parents, general community mectings and
workshops to produce tecaching material.

Building on experience

Another experience is that of the Popular Education Workshops run by cini in
Chile. Here promoters mect for a total of three weeks during the year,
intermittently but on a residential basis. Training includes activities that the
participants must also apply in their workplaces upon their return. The training
mcthodology is evolved by the participants during the workshop and developed
further in their own workplaces. Participants cxchange experiences, reflect
collectively, learn to produce teaching aids, design projects together.

Oultside guests, experienced educators, politicians, leaders and social scientists

are invited to join these encounters. They provide theoretical analysis about
cducation, and the national and popular reality. Evaluation of this experience has
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silown it to be very positive, highlighting onc key factor: participants consider
that this training enables them to continue Icaming throughout their practice.
Their training is ncver totally severed from action.

Factors that affect promoters’ authority

Training is only onc of the factors that helps to cstablish the legitimacy and
authority of the promoter. Chicf among the other factors arc the questions of the
voluntary or low-paid nature of the work of promoters and the relationship
between promoters and professionals.

In a scminar organised by piix, 16 promoters complained of not having enough
influence. They identificd three causes: the voluntary character of their acuvity;
the lack of adequate material resources; and the lack of status and formal
recognition. Particufarly important was the voluntary character; they, 0o,
nceded to carn a living. Also, because there was no formal requircment to take
responsibility, they coutd simply stop being involved at any point.

To pay or not to pay

The issuc of whether to pay promoters is controversial. The social context and
the nature of the work undertaken by promoters arc points to consider. Some
people arguce that paying promoters can crode the ‘mystique’ lying behind this
type of work and introduce a divisive factor of uncquat power relationships in a
community. Payment is scen as interfering with promoters’ ability 10 act as
lcaders and as making them dependent on the institution that implements a
programmc.

Others feel that paying promoters is only cthical, since their work is specialised
and time-consuming. Promoters arc expected to devote a given amount of time
to carrying out a series of tasks they have been trained to do.

The argument in favour of voluntary promoters relates strongly to the role of the
promoter as leader. In order for them to become lcaders, promoters must first
acquire legitimacy within their own social group. Part of this Iegitimacy comes
from being motivated more by concern for the interests of the community than
by desires for their own personal gain, This is clearly stated by a promoter in
Peru:

10 be a volunteer is to want to do things on one’s own, withoul
cxpecting to be paid a fixed sum. IU's useful for me as a mother, with
my children. I’m happy to contribute 1o my community. | help and |
feel closer to others. 1 can help the children get ahcad. 1?7

From this perspective, paying promoters creates a distance between them and
the community. In cffect, a promoter is thought to losc the leader’s charisma and
become simply an employee of the institution sponsoring a project.t8 At the
same time, being paid mecans promoters lose their independence from the
institution itself. Furthermore, they are segregated (rom the grassroots as they
acquire power and cconomic capacily.

In disadvantaged communitics, people have to resort o all kinds of survival
strategies. Paying promolers may distort existing relationships, This does not
imply that there are no social and cconomic differences to begin with, as
communitics arc heterogenic and hierarchical, but rather that a promolter’s
function has a symbolic meaning that transcends cconomic logic. A promoter’s
involvement is considered a social service and commitment, a kind of moral
covenant, rather than an ordinary work contract, It can be argued that paying a
promoter inevitahly leads 1o contlicts. Tensions could arise among other
members of the community, caused by the desire (o have access o a new source
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of income. Similarly, promoters may try to hold on to their position. It is then
difficult to gauge whether their continucd presence means commitment o the
communily or simply financial necd.

Some programmcs Lry to reimburse the basic expenscs of promoters and in some
cascs provide symbolic rewards for their work as well. Transportation costs, free
supplics for the workshops they participate in, or a minimum cxpensc allowance
arc some of the methods used to reimburse promoters. Indirect payment is
another idea, for example, paying study fees Lo allow promoters to pursuc
technical or vocational training. This may lead to their being more qualified for
jobs, and thus provide betier cmployment opportunitics. The Centre for
Rescarch on Childhood and the Family (CExDIF) in Venczucla, has opted for this
alternative, awarding a study grant 10 promolers cqual 1o 60 per cent of the
minimum wage. Symbolic rewards, such as handing out certificates, diplomas,
and finding other meaningful ways of accrediting the work of promoters, are
other possibilitics.

Nonctheless, the work of a promoter involves time and expensc. Promoters need
to carn an income and often have to take a paid job that takes them away from
their work with the community. This can mean the loss of a particular
promoter’s accumulated ability and expertise, which is bound to affect a
programmc’s continuity and cfficiency.

It is semetimes argued that promoters should be paid according (o the {functions
they carry out, subject to the prevalent national labour code. This argument rests
on cthical grounds: if everyone clse involved with a programme is being paid,
no valid reason can be offered for promoters, who are the key component of the
programmec, to work for frec. Paying them is a way of redistributing income in
favour of poor population sectors. Practical reasons arc also evident for paying,
promoters. They undertake specialised activitics that must be subjected Lo
regular supervision and cvaluation. Paying promolers allows an institution 1o
make demands, punctuality for instance, and benefits programme quality and
cfficiency.

Many promoters argue that the nature of their work 1s compatible with getting
some form of payment. The cvaluation of the carly childhood development
project in Lima, Perut9 points out that appreciating the committed nature of
work done by promoters does not contradict their getting an income. Token
payments arc unlikcly 10 be successful: “to really be of some usc, it should be
similar 10 a minimum wage, which is barcly enough 1o pay for anything
anyway".

Some programmes recognise that being a promoter can become a {ull-fledged
occupation. In fact, some promoters may cven become promoler supervisors or
programme multiplicrs, responsible for a group of promolers, organising and
supporling planning, programiming, training and cvaluation activitics.

Payment, funding and institutionalisation

If an institution decides o pay its promoters, the next question is: who should
finance these costs, and how can t! is expense be covered in the future? One
approach is for the community 10 generate its own resources 1o finance the work
of promoters. This has the advantage of allowing the community 1o exert greater
control over work content, policics and procedures. The purpose is clear and
laudable, but not very compatible with reality. Usually communitics are 100 poor
to finance promoters. Even if they found additional income generating
strategies, other prioritics would probably prevail,

Another suggestion is for the projectitself to meet these costs during its first
phasc, and then, once the purpose and utility ol a programme are verified and

10 1

&) |




20 The Parent as Pnme Educator, (1986)
opctt

Q

ERIC

Aruitoxt provided by Eic:

by the statc or other sources like international non-goveinmental organisations
(NGos). In Mexico, Chile and Venczucla, projects have gone from a pilot or
cxperimental phase, initially in the hands of an NGo, to being taken over by a
government body to be implemented nationally.

In Venczucla, an cffort was madce to introduce the figurc of a promoter into the
formal educational systcm. It was not successful and ended in the assimilation of
the group of promoters as a new rank of personnel.20 Curiously enough, this
stratcgy had an uncxpecled outcome: the new group of promolers gained access
into the system, becoming a new rank of government cducation officials. In a
continent where education budgelts arc very low, this might be scen as a triumph
in that it gained legitimacy and political recognition for promoters. It was not
however what had been cnvisaged in terms of gaining forms of co-existence
between promoters and the formal system.

When state organisations take over these types of projects, difficultics can occur.
A centralised body linancing and thus controlling the work of promoters from a
distance may interfere with a well-integrated programme that has gained
community respect and involvement.

However, the state has an obligation 1o provide the scrvices necessary (o
improve the quality of life of the population. Given the financial constraints and
the incfficicncy that application of a centraliscd model gencrally implies, a co-
management model may be more practical. The state can share implementation
of certain projects with NGos, while still guarantceing communil: participation
and a mecasurc of control in the direction and cffectiveness of such programmes,
The quality of services will increase without necessarily increasing costs. In
addition, such a design can transform power rclationships between the
community and state institutions and increase the permancnec of the project’s
impact.

The relationship between promoters and professionals

Another power relationship that affects the impact of carly childhood
development or community development programmes concems professionals
and promoters in particular, and professionals and communitics in general. By
and large, it is an uncqual relationship. In addition to the financial subordination
of promolers, professionals and their institutions make the initial contacts and
define the programune; they have the authority of their knowledge; they control
material resources and often the cvaluation process.

These power relationships are often difficult to change. What a project attempts
to achicve is not always the most important thing for the community or the
promoters. A starting point for change is to stimulate the discussion of a
programmc’s objeclives and strategices with its promolers, and to develop tools
that also allow the performance and cfficicncy of professionals themscelves o be
cvalualed.

Another urgent need is o improve the training of professionals who work with
community education projects. As well as having solid qualifications,
prolessionals need the skills o reflect on the social and educational dimensions
of their work. Professionals have (o come to terms with the popular sectors they
arc involved with, both during the course of their work and through their
reflection.

The training most prolessionals receive at universities in Latin America usually
prepares them o work among the middle and upper classes. it does not often
address the needs of fow-inconie groups, or deal with the living conditions
professionals wall find in the field. This means a much needed revision in
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training programmcs, so that profcssionals can begin to understand the
characteristics of the popular scctors they work and interact with 2t and get
closer to them.

Professionals arc needed with a whole new repertoire of skills, sensilive to the
problems of the marginalised communities. They must leam to recognise and
accept that a greater part of their skills, knowledge and expericnee can be
transfcrred to non-professionals. At the same time, they should accept that they
can also learn much from the experience of the popular sectors.22

In the casc of carly childhood development projects, several studics have shown
that a family’s active participation, in particular that of the mothers, is crucial
for adequate physical, psycho-motor and psychological development in children.
This is as valid for Latin America as il is for industrialised nations. In fact,
Bronfenbrenner,23 analysing different carly childhood development programmes
in the 1960s and 1970s, proved that better results were achicved when overall
social support was provided: family cducation, medical check-ups, food
supplements. Working with marginalised familics and communitics in
tntervention programmes requires professionals with more holistic vision and
skills allowing them (o surpass the limitations of traditional training,

Summary and conclusions

Promoters have made a crucial contribution to implementing stralegics for
cducation and development. However, they still face dilemmas over the extent
1o which their primary rclationship is with the community or with the cxternal
body that opcrates development programmes. Related to this are a scrics of
questions about whose prioritics should determine action; whether the skills or
the attitudes of promoters arc the more cssential characteristics; whether the
purpose of training is to develop specialists or encourage lcadership ability; and
whether their work should be considered voluntary or should be rewarded
financially.

Thesc questions affect the sclection and training of promoters. Although there
arc basic requircments for promoters such as membership of the community or a
minimum level of schooling, some implicit criteria operate during the sclection
process because of these questions. For example, when promolers are not paid,
the candidates usually come frons the richer familics. When the work is with
children, the community almost invariably recommends women,

Indeed, most promotcrs arc women. Usually they have completed only primary
cducation and previously were occupied with domestic chores. In spite of their
difficulty struggling with both domestic work and promotion, their motivation 1o
cither join or lcad a group is high.

ILis important 1o tracc women'’s participation in promotion work and cnsure that
key issues concerning women and mothers arc always part of the reflection of
institutions carrying out cducation and development programmes. One of the
most salicnt results of projects is the change promoters themscelves undergo.
Some studics show that very positive changes take place in the relationship with
their children and relatives, other community members and the way they
perceive themselves.24

Because many programmes have difficulty defining the role and profile of their
promoters, different training strategics need o be cansidered. Training strategics
relate to the two central factors that define the work of the promoters: the
knowledge and technical skitls and the attitudinal values and leadership
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The way promoters perceive the changes that
take place in their relationship with their families
and other people in the community is illustrated in
this testimony taken from the evaluation cf the
non-formal early childhood development
programme in Peru, PRONOEI.

Changes in the relationship with their family
More dialogue and a better understanding is
described by promoters when they talk about
their relationships with their spouses: 'l have
improved my relationship with my husband; | talk
to him now, | tell him that he has to talk to me
more’, is one of the comments heard. With their
children, promoters iearn how to stimulate the
cognitive and emotional development of pre-
schoolers. They learn to evaluate achievement or
stagnation plateaux in the children’s development,
resort to physical punishment less, show
increased affection, and undergo a re-valuation of
their educational potential: 'l feel like a more
responsibie mother, | have more trust in my
children, | talk to them more... | know my children
better, | can help them more, | know what
bothers them’, were some comments.
Improvements were also noticed in the children’s
psychomotor development, and in their physical
and nutritional states.

Relationships with other pecple in the
community

Promoters are better able to organise and form
groups to confront problems, take decisions and
focus on accomplishing a common task. They are
also more able to express themselves verbally
and to defend their position with arguments.
Overall, this reflects an increased capacity to
relate to others and to cooperate more.

Relationships with professionals
A teacher explains the changes she has seen as a
result of working with promoters:

In personal terms working with
promoters has given me a different
view of life, my life and even of my
profession. | used to have a more static
vision of things and of life, of the values
that people hold... Because of our
interchange, | have gained more
respect for promoters. They aiso helped
me to be more motivated because they
abwvays expect something from you, and
this is a mobilising force. My perception
of our teaching role has changed too.
We have had to constantly review our
work and be receptive to new things.

Sourca: Llanos, M.(1990) Evaluacién del centro nacional de capacitacién
docente de educacién inicial no escolanzada, Lima, Peru.

qualitics. Any training process should take into account these different
nerspectives. What an educator or external agent wants Lo transmit is not
necessarily what a promoter wants to learn.

Many promoters prefer t see themselves as doing work of a technical nature.
They want to lcarn more, get paid and have clearly-designated functions. This
tendency is encouraged by the prevailing cultural patterns, which grant more
power to men than to women in the exercisc of social leadership, and reduce
women's role o the private and domestic sphere.

However, the legitimacy of promoters docs not only come from knowledge
possecsscd and transmitted, but chicfly through their capacity to generate group
cducational processcs. There needs to be an adequate balance between the
specialised functions and the leadership role of promoters.

Training promotcrs should heighten their critical capacity to interpret

knowledge. 1t should be a continuous, systematic process. This suggests a type
of training that is based on the needs of the community and that makes use of
individual and collcctive knowledge that already cxists in the community.

Other factors that have an impact on the Iegitimacy and authority of promoters
include the voluntary or low-paid nature of their work and the relationship

between promoters and professionals.

The issuc of whether to pay promoters is controversial and unlikely to be
resolved casily or quickly. Payment can be seen as interfering with promoters’
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ability 1o act as leaders and destroy their independence from the institution that
implements a programme. On the other hand, promoters are expected to devote
lime to carrying out a serics of tasks they have been trained to do, and for which
they should be paid. If an institution decides to pay its promoters, the next
question is: who should finance these costs, and how can this expense be
covered in the future?

The relationship between promoters and professionals is onc that will not
change simply by focusing on the training of promolers. Professionals who work
with community education projects also necd improved training so that they are
more sensitive to the problems of the marginalised communitics they work with.
Such training should help them sce that much of their skills, knowledge and
experience can be transferred o non-professionals. Al the same time, they can

also Iearn much from the experience of the promoters and the people in the
communitics.

Projects involving promoters in their cducational action have achieved
impressive results. According 1o a teacher in Peru25, *the promoter has
discovered her ability to educate’. She says that the promoters that she works
with have increased their sclf-estcem and sclf-confidence:

They arc more responsible and more sure of themselves. They value
the relationship with their children more. Their relationships with
their husbands have improved. They describe these processes as a
change in characler, as an opening, and they talk about a greater level
of communication now. Before, they did not value themselves as
women. Now, they sce the role that they can perform in their
community. They feel more appreciated. The improved sclf-
perception of promoters is expressed in these statements: “to fulfill
an aspiration that [ had a long time ago, 10 be able to work with
children and with others... I've lost my shyncss, before 1 never used
1o lcave the house ... now I go out and I feel I'm useful and I can do
morc things’.
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